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Inducing Flexible Thinking
Abstract
We begin by illustrating that the concept of accessibility was central to
many theories of psychology from quite disparate domains. A distinction
similar to Pylyshyn's of multiple and reflective access also seems to be,
at least implicitly, part of many theories. Given that accessibility is a
core concept in so many current disputes, we suggest that no theory of
intelligence can be complete unless provision is made for the operation of
second-order knowledge, i.e., knowledge about what we know (reflective ac-
cess) and flexible use of the routines available to the system (multiple
access).
In the second part of the paper we consider the evidence that diagnoses
of retarded and learning disabled children's learning problems based on
process theories are fundamentally diagnoses of restricted access. Training
studies, whether successful or not at inducing transfer, provide rich sup-
port for the hypothesis that the slow learning child has peculiar difficulty
with the flexible use of knowledge. In the final section we consider the
implications of the position for the design of training programs to allevi-
ate the problem of accessibility. Here we address the developing technology
we have for programming transfer of training and the importance of inter-
personal settings, particularly socratic tutoring, as cognitive support sys-
tems for learning.
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Inducing Flexible Thinking: The Problem of Access
One of the traditional games played by developmental psychologists is
the training study, the aim of which is to induce flexible thinking. The
purpose of this enterprise is twofold. First, because our subjects fail to
display many of the skills used by more mature learners, it is interesting
to see if we can induce these skills by providing instruction. For those
who work with impaired thinkers, such as retarded children, the enterprise
is much more than interesting; it is essential for remediation. If children
cannot, or will not, invent clever learning ploys for themselves, perhaps
they can be helped by others more knowledgeable than they.
The training study for the developmental theorist is more than an
exercise in applied psychology, however. It serves a purpose very similar
to that of the computer models of artificial intelligence or computer simu-
lation. If one's aim is to instill intelligent behavior into a machine, it
is necessary to explicitly program what one thinks this is. But to program
one must understand. Similarly, for the developmental psychologist who
wishes to understand flexible thinking in children, or its absence in
special populations, the training is a device for making explicit what we
think intelligence is. Sutherland's (1978, p. 116) claim that at present
"computer programs are the only tool we have for giving rigorous expression
to psychological models, for proving their formal adequacy and consistency,
and for investigating their formal limitations" may be true. We would
argue, though, that training studies could be used to serve very much the
same function.
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We have argued elsewhere that central to any thoery of learning are
three core concepts: competence, induction, and access (Brown, 1979). By
competence we mean the complex issue of the special "belongingness" or com-
patibility of certain learning activities, a compatibility that is often
species-specific with important survival value. Developmentalists tend to
address this problem with a consideration of naturalness, and the special
value of early learning. By induction we mean the acquisition of new com-
petence and the transition mechanisms accounting for growth. We use access
to refer to the ability to access competence, to use flexibly and appropri-
ately the information and skills available to the system. We argue that the
training study is an invaluable tool for uncovering problems of competence,
induction, and access. As our space is limited, we concentrate in this paper
on the topic of accessibility and its centrality both in theories of intelli-
gence and in prescriptions for remediation. The importance of training
studies in allowing us to address the problem of access will be discussed in
the latter half of the paper.
Accessibi lity
The concept of accessibility of knowledge is a central one for many
theories of intelligence. To illustrate we will describe, briefly, a few
quite disparate psychological areas where the question of access is para-
mount. These examples are not meant to represent an exhaustive overview or
even a current position statement. The areas chosen are: (a) cognitive
ethology, represented primarily by the work of Paul Rozin (1976); (b) cogni-
tive psychology, particularly the notion of retrievability and transfer-
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appropriate processing; (c) artificial intelligence, focusing on the notions
of executive functioning; and (d) developmental psychology and the topic of
metacognition. In the small space allotted, we can only give a terse synop-
sis of these areas, but full treatments exist elsewhere and will be refer-
enced when appropriate. The main point of this section is to highlight the
notion that some general concept of accessibility is explicitly a central
tenet of theories in all four domains, domains that differ widely in their
methods but share a concern with the nature of intelligent systems, biologi-
cal or mechanical.
Cognitive Ethology
The area of cognitive ethology appears to be a blossoming one (Griffin,
1978; Premack & Woodruff, 1978), but for our purposes here, we will concen-
trate mainly on an imaginative paper by Paul Rozin (1976) concerned with the
evolution of intelligence. Rozin considers intelligence as a complex bio-
logical system, hierarchically organized, and consisting of a repertoire of
adaptive specializations that are the components of subprograms of the sys-
tem. Throughout the animal world there exist adaptive specializations
related to intelligence that originate to satisfy specific problems of
survival. Because they evolve as solutions to specific problems, these
adaptive specializations are originally tightly wired to a narrow set of
situations that called for their evolution. In lower organisms the adaptive
specializations remain tightly constrained components of the system. Rozin
quotes such widely known examples of prewired intelligence components as the
navigational communication ability of bees that is totally restricted to the
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defined situation of food foraging (Von Frisch, 1967, but see also Gould,
1978), and the exceptionally accurate map memories of gobiid fish for their
own tide pool (Aronson, 1951). This form of intelligence is tightly pre-
wired; although it can sometimes be calibrated by environmental influence,
it is pretty much preprogrammed (bird-song development is probably the most
elegant illustration of the interplay between prewired components and en-
vironmental tuning; Marler, 1970). Rozin's theory is that in the course of
evolution, cognitive programs become more accessible to other units of the
system and can therefore be used flexibly in a variety of situations. This
flexibility is the hallmark of higher intelligence, reaching its zenith at
the level of conscious control which affords wide applicability over the
full range of mental functioning.
Rozin refers to the tightly wired, limited-access components in the
brain as the "cognitive unconscious," and suggests that
part of the progress in evolution toward more intelligent organisms
could then be seen as gaining access to or emancipating the cogni-
tive unconscious. Minimally, a program (adaptive specialization)
could be wired into a new system or a few new systems. In the ex-
treme, the program could be brought to the level of consciousness,
which might serve the purpose of making it applicable to the full
range of behaviors and problems. (Rozin, 1976, pp. 256-257)
Just as part of the progress in evolution toward more intelligent organisms
can be seen as gaining access to the cognitive unconscious, so too the prog-
ress of development within higher species such as man can be characterized
as one of gaining access. Intelligent behavior is first tightly wired to
the narrow context in which it was acquired and only later becomes extended
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into other domains. Thus, cognitive development is the process of pro-
ceeding from the "specific inaccessible" nature of skill, to the "general
accessible."
There are two main points to Rozin's accessibility theory. First is
the notion of welding (Brown, 1974, 1978; Shif, 1969). Intelligence compo-
nents can be strictly welded to constrained domains; i.e., skills available
in one situation are not readily used in others, even though they are appro-
priate. Rozin uses this concept to explain the patchy nature of young chil-
dren's early cognitive ability, which has been described as a composite of
skills that are not necessarily covariant. Young children's programs are
"not yet usable in all situations, available to consciousness or statable"
(Rozin, 1976, p. 262). Development is the process of gradually extending
and connecting together the isolated skills with a possible ultimate exten-
sion into consciousness.
Closely related is the second notion of awareness or knowledge of the
system that one can use. Even if skills are widely applicable rather than
tightly welded, they need not necessarily be stable, statable, and con-
scious. Rozin would like to argue that much of formal education is the
process of gaining access to the rule-based components already in the head,
i.e., the process of coming to understand explicitly a system already used
implicitly. As Rochel Gelman (Note 1) points out, linguistic (and possibly
natural number) concepts are acquired very easily, early, and universally,
but the ability to talk and the ability to access the structure of the lan-
guage are not synonymous. The ability to speak does not automatically lead
to an awareness of the rules of grammar governing the language.
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In his commentary in the special issue of Behavioral and Brain Sciences
devoted to consciousness in nonhuman species, Pylyshyn (1978a) makes a sim-
ilar point when he distinguishes between multiple access and reflective
access. Multiple access to the representational components governing chim-
panzee behavior is shown by the ability to use knowledge flexibly; i.e., a
particular behavior is not delimited to a constrained set of circumstances
(the welding argument). Similarly, knowledge is informationally plastic in
that it can be "systematically varied to fit a wide range of conditions which
have nothing in common other than that they allow the valid inference that,
say, a certain state of affairs holds" (Pylyshyn, 1978a, p. 593). Reflective
access refers to the ability to "mention as well as use" the components of
the system, a situation that would demand that the representational system be
available for purposes other than those directly determining the immediately
relevant behavior, such as inferring representational states in others, or
comparing various desired end states. Reflective access of this kind demands
not only that information about a situation be represented in a certain way,
but also that the organism has the ability to "represent the representing
relation itself"; i.e., not only to represent "the belief B but also the
notion of a belief than B" (p. 594).
In his commentary in the same issue, Garner (1978) also makes a distinc-
tion similar to the one of multiple and reflective access. Garner suggests
that the hallmarks of intelligence are: (a) generative, inventive, and ex-
perimental use of knowledge rather than preprogrammed activities (multiple
access), and (b) the ability to reflect upon one's own activity (reflective
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access). However, Garner makes the point that no organism ever reaches a
level of "total consciousness, full awareness, and constant intentionality"
for these are "emergent capacities," useful as indices for comparative pur-
poses both within and between species, but never perfectly instantiated even
in the mature human. To the extent that organisms come to exhibit more and
more of the qualities of reflective and multiple access, we tend to say that
they exhibit intelligent behavior.
The twin concepts of flexibility and reflection are important issues in
the field of cognitive ethology with wide implications for a general theory
of intelligence. Although we have no space to expand on the complexities of
the arguments in the area, excellent discussions of the topic appear in the
special edition of Behavioral and Brain Sciences (1978) mentioned above.
Cognitive Psychology
In the limited space available, we obviously cannot begin to review the
major use of the accessibility notion in mainstream cognitive psychology.
Here we would just like to point out that such a concept has traditionally
been central to theories of memory and learning. Tulving's classic distinc-
tion between availability and accessibility and his thoery of encoding
specificity have been incorporated within the levels-of-processing theories
to explain a great deal of the recent process-oriented literature on adult
memory (Tulving, 1978). In short, we have a great deal of evidence that:
(a) people frequently store information that they are unable to retrieve
when needed; (b) the presentation of appropriate retrieval environments
leads to access to material previously "forgotten"; (c) different testing
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situations provide different retrieval environments, and therefore, assess-
ments of the availability of knowledge vary as a function of retrieval sup-
port in the testing context; and (d) the compatibility between encoding and
retrieval contexts is vitally important as a determinant of the ability to
access previously stored materials (Bransford, 1979; Norman & Bobrow, 1979;
Tulving, 1978). All these arguments concern the optimal conditions for
making information in memory accessible when needed; it is not sufficient to
simply store information, for unless it can be activated when needed it is
of little use.
There is a great deal of data suggesting that the memory system can be
quite inflexible unless careful planning for retrieval is undertaken, a
notion that is reflected in Bransford's (1979) theory of transfer-appropriate
processing, which also stresses the compatibility between the learning
activity and the goal of that activity or the purposes to which the informa-
tion must be applied. Learning activities are purposive and goal directed,
and an appropriate learning situation must be one that is compatible with
the desired end-state. One cannot, therefore, discuss appropriate learning
activities unless one considers the question of "appropriate for what end?"
A form of knowledge that permits optimal rote memory is not necessarily
appropriate for understanding a novel input or applying a novel concept
(Nitsch, 1977). Again the guiding principle of these arguments is one of
accessibility--how to ensure, by preplanning, the flexible use of knowledge
available to the system.
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The second major concept in mainstream cognitive psychology that is
pertinent to our argument is the controversial notion of executives, head-
demons, interpreters, homunculi, central processors, or "the single, con-
scious high-level mechanism that guides the conceptual processing" (Bobrow
& Norman, 1975; see also Norman & Bobrow, 1979). The development of these
concepts was inspired by the emergent field of artificial intelligence, and,
therefore, we will address them under that heading.
Artificial Intelligence
Researchers concerned with the creation of intelligent behavior in
machines are forced to make explicit exactly what they think constitutes in-
telligence, hence the fascinating controversies surrounding the problem of
how intelligent machines are now (or could be in the future). The issues
raised by these controversies are central to our conception of mind (Bobrow
& Collins, 1975; Flores & Winograd, Note 2; Pylyshyn and following commen-
taries, 1978a,b). We will restrict ourselves to the problems of accessi-
bility and knowledge of knowledge.
Moore and Newell (1974, pp. 204-205) made a succinct statement of the
welding problem when they defined the essence of machine understanding in
reference to two criteria. First, "S understands K if S uses K whenever
appropriate"; second, this "understanding can be partial, both in extent
(the class of appropriate situations in which the knowledge is used) and in
immediacy (the time it takes before understanding can be exhibited)." We
judge as intelligent the flexible, appropriate, and rapid application of
the knowledge available to the system. This distinction is between
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knowledge and the understanding of that knowledge, where understanding is
defined in terms of appropriate use or ready access.
A more stringent criterion of understanding is that knowledge be avail-
able to consciousness and perhaps be statable (Garner, 1978; Rozin, 1976).
An intelligent system must have the capability to be aware of itself. This
second-order knowledge, knowing about what we know and what we can know, is
a thorny problem for the designers of machine intelligence (Winograd, 1975).
Ignoring the complexities, most theories of machine intelligence assume some
form of executive bookkeeping, a system that plans and guides cognitive ac-
tivities, keeps track of the activities of subordinate processes, determines
their success, failure, or appropriateness, generates new subprocesses, and
allocates resources. This central system must in some sense be said to have
"awareness" of its own processes and of the information sent to it by lower
order mechanisms. In other words, the intelligent machine must have access
to and control of its own attempts to be intelligent. "Man not only has
consciousness, but he knows that he has it" (Katz, 1939). Of issue to cog-
nitive ethologists is the question, Do animals know? Of issue to those in
the field of artificial intelligence is the question, Can machines know?
Of issue to those who would build a theory of intelligence is the centrality
of the concepts of accessibility.
Developmental Psychology: Metacognition
One of the most influential trends in developmental cognitive psychology
is the growing interest in problems subsumed under the heading metacognition
(Brown, 1978; Flavell, Note 3). Metacognition has always been a controversial
Inducing Flexible Thinking
12
term referring to an imprecise concept with fuzzy boundaries, and many of
the controversies reflect some of the persistent problems of psychology,
e.g., the nature of consciousness, intentionality, cognitive homunculi, and
epistemic mediation. The area therefore has an affinity with cognitive
ethology and artificial intelligence in confronting the problems of second-
order knowledge.
The term metacognition has been used in the developmental area to refer
to two somewhat separate phenomena, and we would like to make this separa-
tion explicit here. Flavell (Note 3) defined metacognition as "knowledge
that takes as its object or regulates any aspect of any cognitive endeavor"
(p. 4). Two (not necessarily independent) clusters of activities are included
in that statement--knowledge about cognition and regulation of cognition.
The first cluster is roughly concerned with a person's knowledge about
his own cognitive resources and the compatibility between himself as a learner
and the learning situation. Prototypical of this category are questionnaire
studies and confrontation experiments, the main purpose of which is to find
out how much children know about certain pertinent features of thinking,
including themselves as thinkers. The focus is on measuring the relatively
stable information that the learner has concerning "subject, task, and
strategy variables" involved in any cognitive task (Flavell, Note 3). This
information is stable in that one would expect a child who knows pertinent
facts about the total learning situation (e.g., that organized material is
easier to learn than disorganized material, that in normal circumstances
his immediate span is unlikely to exceed seven items)--to continue to know
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these facts if interrogated appropriately. These are stable forms of
knowledge which develop with age and experience but are information sources
available to the learner whenever needed. This type of information is also
statable, by definition, as the measure of awareness used is almost always
verbal justification and explanation (Brown, 1978).
The second cluster of activities are those concerned primarily with
self-regulatory mechanisms during an ongoing attempt to learn or solve
problems. These indices of metacognition, such as checking, planning, moni-
toring, testing, revising, and evaluating (Brown, 1978), are not stable
features in the sense that the degree to which they will be available to the
system depends upon other aspects of the learning situation. These "execu-
tive functions" are resource demanding and are most likely to occur when the
subprocesses that they control are relatively familiar or automatized.
Stated in information-processing terms, the executive competes for workspace
with the subroutines it controls, and the degree to which these monitoring
activities will be engaged in depends very critically on the nature of the
task, the expertise of the learner, and the resultant pressures on central
processing capacity. Thus, these activities are not necessarily stable,
because they will appear or disappear depending on the familiarity and dif-
ficulty of the problem, the child's motivation, etc. They are also not
necessarily statable as a great deal of selecting, monitoring, inferring,
etc. must go on at a level below conscious awareness.
The issues of metacognition have been examined at length, some might
say ad nauseum, elsewhere. For our purposes here, we emphasize that once
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again the underlying problems are those of appropriate use of, or access
to, knowledge. This emphasis is illustrated in the attempts to provide a
metacognitive explanation of transfer of training (Brown & Campione, 1978)
and in the extensive research devoted to uncovering the child's awareness
of the knowledge available to the system (Flavell, Note 3).
Given the pervasiveness of the concept of accessibility, we are con-
vinced that no theory of intelligence can be complete without ceding this
concept a central place, and no serious discussion of what intelligent be-
havior is could occur without mention of the difficult issues elicited by
the family of ideas implied by the term, i.e., awareness, intentionality,
consciousness, automatic vs. deliberate processing, etc. We argue that
multiple access and reflective access to knowledge are the hallmarks of intel-
ligent activity. Elsewhere we have detailed a theory of intelligence in
terms of executive control processes (Brown, 1974, 1978; Brown & Campione,
1978; Brown & French, 1979; Campione & Brown, 1978), as indeed have others
(Butterfield, Note 4), and we will not repeat the argument here.
Implications for a Theory of Retardation
The recent increase in both the extent and quality of theoretical and
empirical work concerned with learning in retarded individuals affords
greater security to those who would try to identify the locus (loci) and
magnitude of academic deficits in the intellecutally impaired; at least this
holds true for the use of strategies to solve common memory and problem-
solving tasks. Within this domain we are confident that multiple and reflec-
tive access to available knowledge present particular difficulty.
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Specifically, lack of multiple access to the fruits of learning is reported
so often that "welding" has been described as a characteristic feature of
the learning of retarded children by both Soviet and American researchers
(Brown & French, 1979), not to mention parents and teachers.
Our current knowledge about the performance of retarded children on
common learning and memory problems can be summarized as follows. These
children perform poorly on a variety of problems that demand the use and
control of strategies for adequate solution. With intensive, well-designed
training, their performance improves dramatically, particularly when the
training concentrates on both inculcating the desired strategies and pro-
viding detailed instructions concerning self-regulation. Retarded children
experience difficulty primarily in transferring the results of any training
to new situations, and this diagnostic transfer failure is particularly
likely to occur if explicit instruction in self-regulatory mechanisms is not
provided. When training does include instruction in both the use and control
of the desired skill(s), training attempts are successful (Brown, Campione,
& Barclay, 1979). Similarly, another technique that is showing early promise
is training in multiple contexts (Belmont, Butterfield, & Borkowski, 1979),
a procedure that makes explicit the fact that the trained behavior is trans-
situationally applicable.
Recent successes at inculcating transfer have been taken as evidence to
weaken the claim that generalization of the effects of instruction is a major,
if not the major, drawback to academic efficiency in the mildly retarded. We
disagree and suggest that, transfer successes notwithstanding, the training
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literature provides a rich illustration of the centrality of the access
problem for such children. The limited number of successful studies to
date rest on extensive, explicit instruction in how to approach the problem,
based on detailed task analyses that are provided by the experimenter (no
invention on the part of the learner is required). In addition, explicit,
detailed instruction in the multiple uses and control of the trained skill
may be required. We would argue that in order to find significant transfer
effects in retarded learners, one must make explicit what average children
can induce.
A traditional definition in intelligence is the speed and efficiency
of learning (Thorndike, 1926), and one must consider the efficiency of
training attempts in this light. How readily do the subjects respond to
training? And, how efficiently do they transfer the information, where
efficiency is measured in terms of Moore and Newell's (1974) criteria of
extent (broad generalizations) and immediacy (without additional prompting
and training)? Resnick and Glaser (1976) also argue that intelligence is
the ability to learn in the absence of direct and complete instruction, and
Brown and French (1979) identify this as the crux of Vygotsky's (1978) theory
of proximal distance or potential development.
Rejecting phylogenetic discontiguity theories, Garner (1978) uses simi-
lar criteria for comparisons between species.
Just where we ultimately draw the line between human and infrahuman
capacities will depend on the ease with which, and the extent to
which, other animals acquire the kind of cognitive, linguistic and
symbolic behavior which human beings universally acquire. (p. 572)
Inducing Flexible Thinking
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He argues further that these are suitable criteria for those who would make
ontogenetic comparisons. Flexible, inventive, and playful behaviors in the
absence of complete programming are the essence of intelligence.
Conversely, to the extent that behaviors (1) appear only when
elicited by strong training models, (2) recur in virtually iden-
tical form over many occasions, (3) display little experimental
playfulness, (4) exhibit restricted coupling to a single symbolic
system, or (5) fail ever to be used to refer in 'meta' fashion to
one's own activities, we are inclined to minimize their signifi-
cance [as indices of intelligent behavior.] (Garner, 1978,
p. 572)
To the extent that the above definition of restricted coupling, welding,
etc. is a reliable description of retarded children's learning (i.e., they
tend to employ strategies only if someone else invents them and programs
their appropriate use), they are by definition displaying evidence of limited
intellectual capacity. To date, training studies, whether successful or not,
support the original diagnosis of a fundamental problem of accessibility
underlying the pervasive learning problems of retarded children.
Implication for a Theory of Remediation
A thorough understanding of the nature of retarded children's problem-
solving activities should enable us to design programs that will alleviate
their characteristic difficulties. If we accept the notion that restricted
access to acquired knowledge is an adequate diagnosis, how then would this
influence our design of training programs? Also, what kind of cognitive
support systems can we offer the immature as a prop for their learning
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activities? In this section we concentrate on two main technologies de-
signed to overcome the problem of welding or multiple access, and to pro-
vide a scaffolding for the emergence of executive control on the part of the
child. First, we deal briefly with the design of adequate training programs
in terms of task analysis and programming self-regulation and generalization.
Second, we deal with the interpersonal nature of problem solving and the im-
portance of social settings as cognitive support systems.
Programming Transfer
Detailed prescriptions concerning ideal training programs to overcome
the problem of multiple access exist elsewhere (Brown, 1974, 1978; Brown &
Campione, 1978; Campione & Brown, 1978; Meichenbaum, 1977; Butterfield, Note 4).
We include here an overview account of the major steps, an account that is
adapted from a prior paper (Brown & Campione, 1978) where we deal with the
topic at greater length. In that paper we identify seven features that a
training procedure must include if generalization of the effects of training
is the desired result: (a) careful selection of the cognitive skill to be
measured; (b) sensitivity to the actual beginning competence of the learner;
(c) stringent analysis of the requirements of the training and transfer
tasks so that transfer failures may be interpreted properly; (d) training in
multiple settings to alleviate the problem of welding; (e) direct feedback
concerning the effectiveness of the trained skill; (f) direct instruction
concerning the generalization of the trained skills; and (g) direct instruc-
tion in self-management routines.
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A reliable method for producing a successful training package is to
base its design on adequate task, situation, and subject analyses. After
inducing adequate performance, the question then becomes whether or not the
instruction is durable. That is, when minor changes in the surface struc-
ture are made, will the effects of training persist over time without the
use of intrusive aids? Successful training must result in appropriate
generalization; the trained strategies should transfer to tasks where their
use would be beneficial, but not to situations where their use would be in-
appropriate. Generalization involves more than just the use of a trained
behavior; it also involves the ability to discriminate between appropriate
and inappropriate conditions for transfer (Brown, 1978; Campione & Brown,
1978).
The simplest form of transfer failure occurs when a child does not
even maintain the newly trained behavior unless specifically prompted to do
so (Brown, 1978; Brown et al., 1979). In this case, one might ask if the
child realized the training actually improved his performance. To antici-
pate this problem, the design should incorporate explicit feedback concerning
the new behavior's effectiveness.
Given that the aim of training is to achieve not only maintenance but
also generalization, a second major type of transfer failure is related to
the problem of welding, or lack of multiple access. The numberous examples
of such welding in the literature suggest that direct attempts to overcome
the problem should be initiated. Training in multiple settings appears to
be one answer. Instructing the learner in the use of a single strategy in
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a variety of appropriate settings should reduce the tendency for strict
situationally specific learning to occur (Belmont et al., 1979; Brown, 1974,
1978; Campione & Brown, 1974).
Very young children in a training study often are not cognizant of the
relationship between separate phases of the experiment (Bullock & Gelman,
1977; Campione, 1973), and consequently, it is understandable that the
strategy acquired in stage one is not readily used in stage two. Therefore,
if the goal of the training is to attain flexible generalization, it would
be reasonable to incorporate into the training package direct instructions
concerning generalization. For example, a child could be told that the
trained behavior could be used in a variety of similar tasks, but that it
also could be detrimental if the task was inappropriate. One would then go
on to provide examples of both appropriate and inappropriate tasks; the
utility of the strategy would be demonstrated for the appropriate ones, as
well as an explanation of the reason for not using the strategy on the in-
appropriate tasks. Finally, the child's understanding could be tested by
giving him/her a selection of both types of tasks and asking him/her to
indicate where the strategy should be employed.
The choice of both the training and transfer tasks becomes crucial in
this type of study; the tasks must be related in such a way that efficient
users of the particular cognitive skill automatically adopt it for use on
both occasions. In other words, the tasks must evoke the same underlying
cognitive process, but must be distinct enough so that they are a proper
test of the ability to generalize. Many of the "successful" training
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studies have employed transfer tasks that vary so little from the training
vehicle that it could be argued that they have merely achieved maintenance
rather than generalization. The investigator must justify the distinction
between maintenance and generalization on at least practical, and prefer-
ably theoretical, grounds.
Also of importance is the need on the part of the investigator to dis-
tinguish between different potential causes of transfer failures. When a
transfer failure occurs, the investigator's natural tendency is to conclude
that the trainee could not see the relation of the trained behavior to the
new task and act upon it. However, an alternative explanation may be that
the child was unable to execute some other component of the transfer task,
thus making success impossible. In an early series of studies designed to
identify transfer mechanisms in a discrimination learning paradigm (Campione
& Brown, 1974), a number of possible reasons for failing to observe transfer
were discussed. One reason, which was termed the interaction of components
hypothesis, was based on the supposition that a child might in fact be able
to generalize on a particular transfer task, but be incapable of demon-
strating that skill, due to an inability to deal with another component of
the task. For example, if the child could not name or label the stimuli, any
attempt to generalize a trained rehearsal strategy to a new task would be
thwarted. Thus, an experimenter must be cautious when interpreting transfer
failures. It may be that by providing additional training in the extra de-
mands of the new task, the whole complexion of the results would change.
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Our final prescription for achieving both adequate initial learning
and subsequent transfer is to design self-management techniques of the kind
favored by cognitive behavior modifiers (Meichenbaum, 1977) and develop-
mental psychologists interested in general metacognitive skills (Brown,
1978). The types of general problem solving skills we are particularly
interested in are the tendencies to stop and think before attempting a
problem, asking questions of oneself and others to determine if one recog-
nizes the problem, checking solutions, and monitoring attempts to learn to
see if they are working or are worth the effort (Brown, 1978). We have
some preliminary evidence that training such general skills will be effec-
tive in producing transfer; and our major success to date in programming
significant transfer came when we added a simple self-testing element
(estimating one's own recall-readiness) to the training package (Brown et
al., 1979).
We are currently examining the generality of the effects of teaching
children to self-interrogate when faced with a certain class of problems
(instructions, math problems, a laboratory task, etc.). The type of self-
interrogation which we think might work is to provide the child with a
routine set of questions to ask him/herself before proceeding, e.g.: (a) Stop
and think! (b) Do I know what to do (i.e., understand the instructions,
both explicit and implicit)? (c) Is there anything more I need to know
before I can begin? And (d) is there anything I already know that will
help me (i.e., is this problem in any way like one I have done before)? It
is with self-instructional routines such as these that those engaged in
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behavior modification training and classroom management have achieved
their major success in programming generalized improvement (Meichenbaum,
1977).
Other-Regulation to Self-Regulation
The most available cognitive support system for the developing child
is that provided by interaction with significant others, initially the
parents, and then teachers and peers. There are some who claim that the pri-
macy of social support for intellectual activity is true also of adults
(Cole, Hood, & McDermott, Note 5). Studies of mother-child dyads solving
problems provide a rich picture of the interactive nature of learning (Kaye,
1970; Wood, Bruner, & Ross, 1976; Wood & Middleton, 1975; Wertsch, Note 6).
It is not simply the case that the mother models and the child imitates.
The interactions are far more elaborately orchestrated. The mother appears
to tailor her intervention to the child's "region of sensitivity to instruc-
tion" (Wood & Middleton, 1975), or level of potential development (Brown &
French, 1979; Vygotsky, 1978), i.e., just one step beyond the child's cur-
rent operational level. If, following such help, the child succeeds, the
mother is less explicit on the next attempt. If the child fails, she re-
peats the help or becomes more explicit. The choreography of the dynamic
interaction reveals a great deal of interpersonal sensitivity on the part
of both mother and child. The successful mother extracts from the child
not only optimal performance but, more importantly, she elicits autonomy by
ceding executive control to the child.
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Wertsch's (1978) study of mother-child dyads suggests just such a
gradual progression from other-regulation (mother) to self-regulation on
the part of the child. The assumption is that through such interaction the
child develops self-regulation by gradually assuming the regulatory role
first adopted by the mother. Initially, the mother directs, but her in-
structions do not guide the child's behavior. An intermediate stage then
follows where the mother successfully adopts the role of executive, guiding
and regulating the problem-solving activity of her child. Finally, the
mother cedes control to the child and functions primarily as a sympathetic
audience. These mother-child interactions are prototypical of other ideal
interpersonal learning situations, such as socratic teaching; a novice is
led to mastery and autonomy by the sensitive intervention of another who
is more skillful.
Parents are by no means the only social agent to perform the function
of fostering self-regulation. Teachers, tutors, and master craftsmen in
traditional apprenticeship situations all function ideally as promoters of
self-regulation by nurturing the emergence of personal planning as they
gradually relinguish their own direction. Effective teachers are those who
engage in continual prompts to get children to plan and monitor their own
activities. In a recent study of effective teachers, Schallert and Kleiman
(1979) described four general strategies used to facilitate children's
learning: (a) tailoring the message to the child's existing level of under-
standing; (b) activating relevant schemata (prior knowledge); (c) focusing
attention on relevant and important facts; and (d) monitoring comprehension
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by means of such socratic ploys as invidious generalizations, counter-
examples, and reality testing (Brown, 1978; Collins, 1977). In short, the
expert teacher provides much of the executive control for the child, execu-
tive functions that the child must internalize (Vygotsky, 1978) as part of
his own problem-solving activities if he is to develop effective problem-
solving strategies.
Just as the tutoring situation is one form of social support system for
learning, groups may also relieve some of the personal responsibility of con-
trol from the individual members. Indeed, in their classic review of group
problem-solving, Kelley and Thibaut (1954) put forward an internalization
theory very similar to Vygotsky's; and a social psychologist's description
of group functions sounds very like a description of executive control:
Qualitatively group discussions seemed to be adequately charac-
terized by the traditional analyses of individual thinking, e.g.,
stated by Dewey as: 1) motivation by some felt difficulty,
2) analysis and diagnosis, 3) suggestion of possible solution or
hypothesis, and perhaps 4) an experimental trying out, before
5) accepting or rejecting the suggestion. (Dashiell, 1935,
p. 1131)
Most of these activities seem to be variants of the basic transsitua-
tional skills of predicting, checking, monitoring, and reality testing
(Brown, 1978). But in spite of the evidence that the basic elements of
self-regulation become part of a child's repertoire via the process of in-
ternalizing that which was originally social (Vygotsky, 1978), most studies
concerned with training self-regulation have not used social interactions as
a vehicle for training, and most studies of metacognition have been concerned
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with self-regulation during individual problem solving. The child is typi-
cally told to check, monitor, or self-test by an experimenter who invents
the program for him (Meichenbaum, 1977); he has no chance to take part in a
dynamic social interaction where experts (adults or peers) display executive
functions in the normal course of problem solving. The natural situation of
the expert unobtrusively adopting, the gradually relinquishing, control as
the novice gains mastery seems to be an ideal training model to follow if
the aim is to encourage autonomy.
The management of such dynamic interplay is by no means simple. A
crucial problem facing the tutor is deciding at what level to intervene. In
effect, the tutor must engage in continuous diagnosis of the present state
of learning so that intervention can be tailored to the child's current
needs. In peer problem solving, the participants must divide up the respon-
sibility of performing subparts and accepting control. In the classroom, the
problem is even more difficult, as ideally the teacher should be sensitive to
the level of understanding of several children at once. The basic aim of all
these activities is to train the child to think dialectically, in the sense
of the socratic teaching method. In the socratic method, the teacher con-
stantly questions the student's basic assumptions and premises, plays the
devil's advocate, and probes weak areas, using such techniques as invidious
generalizations and counterexamples (Collins, 1977). The desired end-product
is that the student will come to perform the teacher's functions for
him/herself via self-interrogation and self-regulation. We realize the dif-
ficulty of mounting training programs based on naturally occurring tutoring
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situations. But in view of the pervasiveness of the retarded child's
problems with multiple and reflective access, intensive training in the
laboratory that aims at mimicking the cognitive support systems believed to
be responsible for the natural development of self-regulation seems to be a
worthwhile endeavor.
Summary
We began by demonstrating that the concept of accessibility was central
to many theories of psychology from quite disparate domains. A distinction,
similar to Pylyshyn's, between multiple and reflective access also seems to
be, at least implicitly, part of many theories. Given that accessibility is
a core concept in so many current disputes, we suggest that no theory of
intelligence can be complete unless provision is made for the operation of
second-order knowledge, i.e., knowledge about what we know (reflective ac-
cess) and flexible use of the routines available to the system (multiple
access).
In the second part of the paper, we considered the evidence that diag-
nosis of retarded and learning disabled children's learning problems based
on process theories are fundamentally diagnoses of restricted access.
Training studies, whether successful or not at inducing transfer, provide
rich support for the hypothesis that the slow learning child has peculiar
difficulty with the flexible use of knowledge.
In the final section, the implications of this position for the design of
training programs aimed at alleviating the problem of accessibility were con-
sidered. Here we outlined the developing technology we have for programming
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transfer of training and the importance of interpersonal settings, particu-
larly mother-child interactions and socratic tutoring, as cognitive support
systems for learning.
Inducing Flexible Thinking
29
Reference Notes
1. Gelman, R. The preschool child's understanding of number. Paper pre-
sented at the meetings of the American Educational Research Association,
San Francisco, April 1979.
2. Flores, C. F., & Winograd, T. Understanding cognition as understanding.
Unpublished manuscript, Stanford University, 1978.
3. Flavell, J. H. Cognitive monitoring. Paper presented at Conference on
Children's Communication, University of Wisconsin, October 1978.
4. Butterfield, E. Process theories of mental development. Paper pre-
sented at the NATO International Conference on Intelligence and
Learning, York, England, July 1979.
5. Cole, M., Hood, L., & McDermott, H. Ecological niche picking: Ecologi-
cal invalidity as an axiom of experimental cognitive psychology. Unpub-
lished manuscript, Rockefeller University, 1978.
6. Wertsch, J. V. Untitled, unpublished manuscript, Northwestern Univer-
sity, 1978.
Inducing Flexible Thinking
30
References
Aronson, L. Orientation and jumping in gobiid fish. American Museum
Novitates, 1951, 1486, 1-22.
Belmont, J. M., Butterfield, E. L., & Borkowski, J. G. Training retarded
people to generalize memorization methods across memory tasks. In
M. J. Gruneberg, P. E. Morris, & R. N. Sykes (Eds.), Practical aspects
of memory. London: Academic Press, 1979.
Bobrow, D. G., & Collins, A. (Eds.). Representation and understanding.
New York: Academic Press, 1975.
Bobrow, D. G., & Norman, D. A. Some principles of memory schemata. In
D. G. Bobrow & A. Collins (Eds.), Representation and understanding.
New York: Academic Press, 1975.
Bransford, J. D. Human cognition: Learning, understanding and remembering.
Belmont, Calif.: Wadsworth, 1979.
Brown, A. L. The role of strategic behavior in retardate memory. In
N. R. Ellis (Ed.), International review of research in mental retar-
dation (Vol. 7). New York: Academic Press, 1974.
Brown, A. L. Knoweing when, where, and how to remember: A problem of meta-
cognition. In R. Glaser (Ed.), Advances in instructional psychology.
Hillsdale, N.J.: Erlbaum, 1978.
Brown, A. L. Constraints on learning. Human Development, 1979, in press.
Inducing Flexible Thinking
31
Brown, A. L., & Campione, J. C. Permissible inferences from the outcome of
training studies in cognitive development research. Quarterly News-
letter of the Institute for Comparative Human Development, 1978, 2,
46-53.
Brown, A. L., Campione, J. C., & Barclay, C. R. Training self-checking
routines for estimating test readiness: Generalization from list
learning to prose recall. Child Development, 1979, in press.
Brown, A. L., & French, L. A. The zone of potential development: Implica-
tions for intelligence testing in the year 2000. Intelligence, 1979,
in press.
Bullock, M., & Gelman, R. Numerical reasoning in young children: The
ordering principle. Child Development, 1977, 48, 427-434.
Campione, J. C. The generality of transfer: Effects of age and similarity
of training and transfer tasks. Journal of Experimental Child Psychol-
ogy, 1973, 15, 407-418.
Campione, J. C., & Brown, A. L. The effects of contextual changes and degree
of component mastery on transfer of training. In H. W. Reese (Ed.),
Advances in child development and behavior (Vol. 7). New York: Academic
Press, 1974.
Campione, J. C., & Brown, A. L. Toward a theory of intelligence: Contribu-
tions from research with retarded children. Intelligence, 1978, 2,
279-304.
Inducing Flexible Thinking
32
Collins, A. Processes in acquiring and using knowledge. In R. C. Anderson,
R. J. Spiro, & W. E. Montague (Eds.), Schooling and the acquisition of
knowledge. Hillsdale, N.J.: Erlbaum, 1977.
Dashiell, J. F. Experimental studies of the influence of social situations
on the behavior of individual human adults. In C. Murchison (Ed.),
Handbook of social psychology. Worchester, Mass.: Clark University
Press, 1935.
Garner, H. Commentary on annual awareness papers. Behavioral and Brain
Sciences, 1978, 4, 572.
Gould, J. L. Behavioral programming in honeybees. Behavioral and Brain
Sciences, 1978, 4, 572-573.
Griffin, D. R. Prospects for a cognitive ethology. Behavioral and Brain
Sciences, 1978, 4, 527-538.
Katz, D. Animals and men: Studies in comparative psychology. London:
Longman Green, 1939.
Kaye, K. Mother-child instructional interaction. Unpublished doctoral dis-
sertation, Harvard University, 1970.
Kelley, H. H., & Thibaut, J. W. Experimental studies of group problem
solving and process. In G. Lindzey (Ed.), Handbook of social psychology
(Vol. 2). Reading, Mass.: Addison-Wesley, 1954.
Marler, P. A comparative approach to vocal learning; song development in
white crowned sparrows. Journal of Comparative and Physiological
Psychology, Monograph, 1970, 71(2), Part 2, 1-25.
Inducing Flexible Thinking
33
Meichenbaum, D. Cognitive behavior modification: An integrative approach.
New York: Plenum Press, 1977.
Moore, J., & Newell, A. How can Merlin understand? In L. W. Gregg (Ed.),
Knowledge and cognition. Hillsdale, N.J.: Erlbaum, 1974.
Nitsch, K. E. Structuring decontextualized forms of knowledge. Unpublished
doctoral dissertation, Vanderbilt University, 1977.
Norman, D. A., & Bobrow, D. G. Descriptions: An intermediate stage in
memory retrieval. Cognitive Psychology, 1979, 11, 107-123.
Premack, D., & Woodruff, G. Does the chimpanzee have a theory of mind?
Behavioral and Brain Sciences, 1978, 4, 515-526.
Pylyshyn, Z. W. When is attribution of beliefs justified? Behavioral and
Brain Sciences, 1978, 1, 592-593. (a)
Pylyshyn, Z. W. Computational models and empirical constraints. Behavioral
and Brain Sciences, 1978, 1, 93-100. (b)
Resnick, L. B., & Glaser, R. Problem-solving and intelligence. In L. B.
Resnick (Ed.), The nature of intelligence. Hillsdale, N.J.: Erlbaum,
1976.
Rozin, P. The evolution of intelligence and access to the cognitive uncon-
scious. Progression in Psychobiology and Physiological Psychology,
1976, 6, 245-280.
Schallert, D. L., & Kleiman, G. M. Some reasons why the teacher is easier to
understand than the textbook (Reading Education Report No. 9). Urbana:
University of Illinois, Center for the Study of Reading, June 1979.
(ERIC Document Reproduction Service No. ED 172 189)
Inducing Flexible Thinking
34
Shif, Z. I. Development of children in schools for the mentally retarded.
In M. Cole & I.Maltzman (Eds.), A handbook of contemporary Soviet psy-
chology. New York: Basic Books, 1969. Pp. 326-353.
Sutherland, N. S. Task constraints and process models. Behavioral and Brain
Sciences, 1978, 1, 116.
Thorndike, E. L. Measurement of intelligence. New York: Teachers College,
Columbia University, 1926.
Tulving, E. Relation between encoding specificity and levels of processing.
In L. S. Cermak & F. I. M. Craik (Eds.), Levels of processing and human
memory. Hillsdale, N.J.: Erlbaum, 1978.
Von Frisch, K. The dance language and orientation of bees. Cambridge, Mass.:
Belknap Press, 1967.
Vygotsky, L. S. Mind in society: The development of higher psychological
processes (M. Cole, V. John-Steiner, S. Scribner, & E. Souberman, Eds.
and Trans.). Cambridge, Mass.: Harvard University Press, 1978.
Winograd, T. Frame representations and the declarative/procedural contro-
versy. In D. G. Bobrow & A. Collins (Eds.), Representation and under-
standing: Studies in cognitive science. New York: Academic Press,
1975. Pp. 185-210.
Wood, D., Bruner, J. S., Ross, G. The role of tutoring in problem solving.
Journal of Clinical Psychology and Psychiatry, 1976, 17, 89-100.
Wood, D., & Middleton, D. A study of assisted problem-solving. British
Journal of Psychology, 1975, 66, 181-191.
CENTER FOR THE STUDY OF READING
READING EDUCATION REPORTS
No. 1: Durkin, D. Comprehension Instruction--Where are You?, October 1977. (ERIC Document Repro-
duction Service No. ED 146 566, 14p., PC-$1.82, MF-$.83)
No. 2: Asher, S. R. Sex Differences in Reading Achievement, October 1977. (ERIC Document Reproduc-
tion Service No. ED 145 567, 30p., PC-$3.32, MF-$.83)
No. 3: Adams, M. J., Anderson, R. C.. & Durkin, D. Beginning Reading: Theory and Practice, November
1977. (ERIC Document Reproduction Service No. ED 151 722, 15p., PC-$1.82, MF-$.83)
No. 4: Jenkins, J. R., & Pany, D. Teaching Reading Comprehension in the Middle Grades, January 1978.
(ERIC Document Reproduction Service No. ED 151 756, 36p., PC-$3.32, MF $.83)
No. 5: Bruce, B. What Makes a Good Story?, June 1978. (ERIC Document Reproduction Service No.
ED 158 222, 16p., PC-$1.82, MF-$.83)
No. 6: Anderson, T. H. Another Look at the Self-Questioning Study Technique, September 1978. (ERIC
Document Reproduction Service No. ED 163 441, 19p., PC-$1.82, MF-$.83)
No. 7: Pearson, P. D., & Kamil, M. L. Basic Processes and Instructional Practices in Teaching Reading,
December 1978. (ERIC Document Reproduction Service No. ED 165 118, 29p., PC-$3.32, MF-$.83)
No. 8: Collins, A., & Haviland, S. E. Children's Reading Problems, June 1979. (ERIC Document Reproduc-
tion Service No. ED 172 188, 19p., PC-$1.82, MF-$.83)
No. 9: Schallert, D. L., & Kleiman, G. M. Some Reasons Why Teachers are Easier to Understand than
Textbooks, June 1979. (ERIC Document Reproduction Service No. ED 172 189, 17p., PC-$1.82. MF-
$.83)
No. 10: Baker, L. Do I Understand or Do I not Understand: That is the Question, July 1979. (ERIC
Document Reproduction Service No. ED 174 948, 27p., PC-$3.32, MF-$.83)
No. 11: Anderson, R. C., & Freebody, P. Vocabulary Knowledge and Reading, August 1979.
CENTER FOR THE STUDY OF READING
TECHNICAL REPORTS
No. 1: Halff, H. M. Graphical Evaluation of Hierarchical Clustering Schemes, October 1975. (ERIC Docu-
ment Reproduction Service No. ED 134 926, 11p., PC-$1.82, MF-$.83)
No. 2: Spiro, R. J. Inferential Reconstruction in Memory for Connected Discourse, October 1975. (ERIC
Document Reproduction Service No. ED 136 187, 81p., PC-$6.32, MF-$.83)
No. 3: Goetz, E. T. Sentences in Usts and in Connected Discourse, November 1975. (ERIC Document
Reproduction Service No. ED 134 927, 75p., PC-$4.82, MF-$.83)
No. 4: Alessi, S. M., Anderson, T. H., & Biddle, W. B. Hardware and Software Considerations in Computer
Based Course Management, November 1975. (ERIC Document Reproduction Service No. ED 134 928,
21p., PC-$1.82, MF-$.83)
No. 5: Schallert, D. L. Improving Memory for Prose: The Relationship between Depth of Processing and
Context, November 1975. (ERIC Document Reproduction Service No. ED 134 929, 37p., PC-$3.32, MF-
$.83)
No. 6: Anderson, R. C., Goetz, E. T., Pichert, J. W., & Halff, H. M. Two Faces of the Conceptual Peg
Hypothesis, January 1976. (ERIC Document Reproduction Service No. ED 134 930, 29p., PC-$3.32,
MF-$.83)
No. 7: Ortony, A. Names, Descriptions, and Pragmatics, February 1976. (ERIC Document Reproduction
Service No. ED 134 931, 25p., PC-$1.82, MF-$.83)
No. 8: Mason, J. M. Questioning the Notion of Independent Processing Stages in Reading, February
1976. (Journal of Educational Psychology, 1977, 69, 288-297)
No. 9: Siegel, M. A. Teacher Behaviors and Curriculum Packages: Implications for Research and
Teacher Education, April 1976. (ERIC Document Reproduction Service No. ED 134 932, 42p., PC-
$3.32, MF-$.83)
No. 10: Anderson, R. C., Pichert, J. W., Goetz, E. T., Schallert, D. L., Stevens, K. C., & Trollip, S. R. Instantia-
tion of General Terms, March 1976. (ERIC Document Reproduction Service No. ED 134 933, 30p., PC-
$3.32, MF-$.83)
No. 11: Armbruster, B. B. Learning Principles from Prose: A Cognitive Approach Based on Schema
Theory, July 1976. (ERIC Document Reproduction Service No. ED 134 934, 48p., PC-$3.32, MF-$.83)
No. 12: Anderson, R. C., Reynolds, R. E., Schallert, D. L., & Goetz, E. T. Frameworks for Comprehending
Discourse, July 1976. (ERIC Document Reproduction Service No. ED 134 935, 33p., PC-$3.32, MF-$.83)
No. 13: Rubin, A. D., Bruce, B. C., & Brown, J. S. A Process-Oriented Language for Describing Aspects of
Reading Comprehension, November 1976. (ERIC Document Reproduction Service No. ED 136 188,
41p., PC-$3.32, MF-$.83)
No. 14: Pichert, J. W., & Anderson, R. C. Taking Different Perspectives on a Story, November 1976.
(ERIC Document Reproduction Service No. ED 134 936, 30p., PC-$3.32, MF-$.83)
No. 15: Schwartz, R. M. Strategic Processes in Beginning Reading, November 1976. (ERIC Document
Reproduction Service No. ED 134 937, 19p., PC-$1.82, MF-$.83)
No. 16: Jenkins, J. R., & Pany, D. Curriculum Biases in Reading Achievement Tests, November 1976.
(ERIC Document Reproduction Service No. ED 134 938, 24p., PC-$1.82, MF-$.83)
No. 17: Asher, S. R., Hymel, S., & Wigfield, A. Children's Comprehension of High- and Low-Interest
Material and a Comparison of Two Cloze Scoring Methods, November 1976. (ERIC Document Repro-
duction Service No. ED 134 939, 32p., PC-$3.32, MF-$.83)
No. 18: Brown, A. L., Smiley, S. S., Day, J. D., Townsend, M. A. R., & Lawton, S. C. Intrusion of a Thematic
Idea in Children's Comprehension and Retention of Stories, December 1976. (ERIC Document Repro-
duction Service No. ED 136 189, 39p., PC-$3.32, MF-$.83)
No. 19: Kleiman, G. M. The Prelinguistic Cognitive Basis of Children's Communicative Intentions, Febru-
ary 1977. (ERIC Document Reproduction Service No. ED 134 940, 51p., PC-$4.82, MF-$.83)
No. 20: Kleiman, G. M. The Effect of Previous Context on Reading Individual Words, February 1977.
(ERIC Document Reproduction Service No. ED 134 941, 76p., PC-$6.32, MF-$.83)
No. 21: Kane, J. H., & Anderson, R. C. Depth of Processing and Interference Effects in the Learning and
Remembering of Sentences, February 1977. (ERIC Document Reproduction Service No. ED 134 942,
29p., PC-$3.32, MF-$.83)
No. 22: Brown, A. L, & Campione, J. C. Memory Strategies in Learning: Training Children to Study Stra-
tegically, March 1977. (ERIC Document Reproduction Service No. ED 136 234, 54p., PC-$4.82, MF.
$.83)
No. 23: Smiley, S. S., Oakley, D. D., Worthen, D., Campione, J. C., & Brown, A. L. Recall of Thematically
Relevant Material by Adolescent Good and Poor Readers as a Function of Written Versus Oral
Presentation, March 1977. (ERIC Document Reproduction Service No. ED 136 235, 23p., PC-$1.82,
MF$-.83)
No. 24: Anderson, R. C., Spiro, R. J., & Anderson, M. C. Schemata as Scaffolding for the Representation
of Information in Connected Discourse, March 1977. (ERIC Document Reproduction Service No.
ED 136 236, 18p., PC-$1.82, MF-$.83)
No. 25: Pany, D., & Jenkins, J. R. Learning Word Meanings: A Comparison of Instructional Procedures
and Effects on Measures of Reading Comprehension with Learning Disabled Students, March 1977.
(ERIC Document Reproduction Service No. ED 136 237, 34p., PC-$3.32, MF-$.83)
No. 26: Armbruster, B. B., Stevens, R. J., & Rosenshine, B. Analyzing Content Coverage and Emphasis: A
Study of Three Curricula and Two Tests, March 1977. (ERIC Document Reproduction Service No.
ED 136 238, 22p., PC-$1.82, MF-$.83)
No. 27: Ortony, A., Reynolds, R. E., & Arter, J. A. Metaphor: Theoretical and Empirical Research, March
1977. (ERIC Document Reproduction Service No. ED 137 752, 63p., PC-$4.82, MF-$.83)
No. 28: Ortony, A. Remembering and Understanding Jabberwocky and Small-Talk, March 1977. (ERIC
Document Reproduction Service No. ED 137 753, 36p., PC-$3.32, MF-$.83)
No. 29: Schallert, D. L, Kleiman, G. M., & Rubin, A. D. Analysis of Differences between Oral and Written
Language, April 1977. (ERIC Document Reproduction Service No. ED 144 038, 33p., PC-$3.32, MF-
$.83)
No. 30: Goetz, E. T., & Osborn, J. Procedures for Sampling Texts and Tasks in Kindergarten through
Eighth Grade, April 1977. (ERIC Document Reproduction Service No. ED 146 565, 80p., PC-$6.32, MF-
$.83)
No. 31: Nash-Webber, B. Anaphora: A Cross-Disciplinary Survey, April 1977. (ERIC Document Reproduc-
tion Service No. ED 144 039, 43p., PC-$3.32, MF-$.83)
No. 32: Adams, M. J., & Collins, A. A Schema-Theoretic View of Reading Comprehension, April 1977.
(ERIC Document Reproduction Service No. ED 142 971, 49p., PC-$3.32, MF-$.83)
No. 33: Huggins, A. W. F. Syntactic Aspects of Reading Comprehension, April 1977. (ERIC Document
Reproduction Service No. ED 142 972, 68p., PC-$4.82, MF-$.83)
No. 34: Bruce, B. C. Plans and Social Actions, April 1977. (ERIC Document Reproduction Service No.
ED 149 328, 45p., PC-$3.32, MF-$.83)
No. 35: Rubin, A. D. Comprehension Processes in Oral and Written Language, April 1977. (ERIC Docu-
ment Reproduction Service No. ED 150 550, 61p., PC-$4.82, MF-$.83)
No. 36: Nash-Webber, B., & Reiter, R. Anaphora and Logical Form: On Formal Meaning Representation
for Natural Language, April 1977. (ERIC Document Reproduction Service No. ED 142 973, 42p., PC-
$3.32, MF-$.83)
No. 37: Adams, M. J. Failures to Comprehend and Levels of Processing in Reading, April 1977. (ERIC
Document Reproduction Service No. ED 145 410, 51p., PC-$4.82, MF-$.83)
No. 38: Woods, W. A. Multiple Theory Formation in High-Level Perception, April 1977. (ERIC Document
Reproduction Service No. ED 144 020, 58p., PC-$4.82, MF-$.83)
No. 40: Collins, A., Brown, J. S., & Larkin, K. M. Inference in Text Understanding, December 1977. (ERIC
Document Reproduction Service No. ED 150 547, 48p., PC-$3.32, MF-$.83)
No. 41: Anderson, R. C., & Pichert, J. W. Recall of Previously Unrecallable Information Following a Shift
in Perspective, April 1977. (ERIC Document Reproduction Service No. ED 142 974, 37p., PC-$3.32,
MF-$.83)
No. 42: Mason, J., Osborn, J., & Rosenshine, B. A Consideration of Skill Hierarchy Approaches to the
Teaching of Reading December 1977. (ERIC Document Reproduction Service No. ED 150 549, 176p.,
PC-$12.32, MF.$.83)
No. 43: Collins, A., Brown, A. L, Morgan, J. L, & Brewer, W. F. The Analysis of Reading Tasks and Texts,
April 1977. (ERIC Document Reproduction Service No. ED 145 404, 96p., PC-$6.32, MF-$.83)
No. 44: McClure, E. Aspects of Code-Switching in the Discourse of Bilingual Mexican-American Children,
April 1977. (ERIC Document Reproduction Service No. ED 142 975, 38p., PC-$3.32, MF-$.83)
No. 45: Schwartz, R. M. Relation of Context Utilization and Orthographic Automaticity in Word Identifi-
cation, May 1977. (ERIC Document Reproduction Service No. ED 137 762, 27p., PC-$3.32, MF-$.83)
No. 46: Anderson, R. C., Stevens, K. C., Shifrin, Z., & Osborn, J. Instantiation of Word Meanings in Chil-
dren, May 1977. (ERIC Document Reproduction Service No. ED 142 976, 22p., PC-$1.82, MF-$.83)
No. 47: Brown, A. L. Knowing When, Where, and How to Remember: A Problem of Metacognition, June
1977. (ERIC Document Reproduction Service No. ED 146 562, 152p., PC-$10.82, MF-$.83)
No. 48: Brown, A. L., & DeLoache, J. S. Skills, Plans, and Self-Regulation, July 1977. (ERIC Document
Reproduction Service No. ED 144 040, 66p., PC-$4.82, MF-$.83)
No. 49: Goetz, E. T. Inferences in the Comprehension of and Memory for Text, July 1977. (ERIC Docu-
ment Reproduction Service No. ED 150 548, 97p., PC-$6.32, MF-$.83)
No. 50: Anderson, R. C. Schema-Directed Processes in Language Comprehension, July 1977. (ERIC
Document Reproduction Service No. ED 142 977, 33p., PC-$3.32, MF-$.83)
No. 51: Brown, A. L. Theories of Memory and the Problems of Development: Activity, Growth, and
Knowledge, July 1977. (ERIC Documer lReproduction Service No. ED 144 041, 59p., PC-$4.82, MF-
$.83)
No. 52: Morgan, J. L. Two Types of Convention in Indirect Speech Acts, July 1977. (ERIC Document
Reproduction Service No. ED 145 405, 40p., PC-$3.32, MF-$.83)
No. 53: Brown, A. L., Smiley, S. S., & Lawton, S. C. The Effects of Experience on the Selection of Suitable
Retrieval Cues for Studying from Prose Passages, July 1977. (ERIC Document Reproduction Service
No. ED 144 042, 30p., PC-$3.32, MF-$.83)
No. 54: Fleisher, L. S., & Jenkins, J. R. Effects of Contextualized and Decontextualized Practice Condi-
tions on Word Recognition, July 1977. (ERIC Document Reproduction Service No. ED 144 043, 37p.,
PC-$3.32, MF-$.83)
No. 55: Jenkins, J. R., & Larson, K. Evaluating Error Correction Procedures for Oral Reading, June 1978.
(ERIC Document Reproduction Service No. ED 158 224, 34p., PC-$3.32, MF-$.83)
No. 56: Anderson, T. H., Standiford, S. N., & Alessi, S. M. Computer Assisted Problem Solving in an Intro-
ductory Statistics Course, August 1977. (ERIC Document Reproduction Service No. ED 146 563, 26p.,
PC-$3.32, MF-$.83)
No. 57: Barnitz, J. Interrelationship of Orthography and Phonological Structure in Learning to Read,
August 1977. (ERIC Document Reproduction Service No. ED 150 546, 62p., PC-$4.82, MF-$.83)
No. 58: Mason, J. M. The Role of Strategy in Reading in the Mentally Retarded, September 1977. (ERIC
Document Reproduction Service No. ED 145 406, 28p., PC-$3.32, MF-$.83)
No. 59: Mason, J. M. Reading Readiness: A Definition and Skills Hierarchy from Preschoolers' Develop-
ing Conceptions of Print, September 1977. (ERIC Document Reproduction Service No. ED 145 403,
57p., PC-$4.82, MF-$.83)
No. 60: Spiro, R. J., & Esposito, J. J. Superficial Processing of Explicit Inferences in Text, December
1977. (ERIC Document Reproduction Service No. ED 150 545, 27p., PC-$3.32, MF-$.83)
No. 65: Brewer, W. F. Memory for the Pragmatic Implications of Sentences, October 1977. (ERIC Docu-
ment Reproduction Service No. ED 146 564, 27p., PC-$3.32, MF-$.83)
No. 66: Brown, A. L., & Smiley, S. S. The Development of Strategies for Study Prose Passages, October
1977. (ERIC Document Reproduction Service No. ED 145 371, 59p., PC-$4.82, MF-$.83)
No. 68: Stein, N. L., & Nezworski, T. The Effects of Organization and Instructional Set on Story Memory,
January 1978. (ERIC Document Reproduction Service No. ED 149 327, 41p., PC-$3.32, MF-$.83)
No. 69: Stein, N. L. How Children Understand Stories: A Developmental Analysis, March 1978. (ERIC
Document Reproduction Service No. ED 153 205, 68p., PC-$4.82, MF-$.83)
No. 76: Thieman, T. J., & Brown, A. L. The Effects of Semantic and Formal Similarity on Recognition
Memory for Sentences in Children, November 1977. (ERIC Document Reproduction Service No.
ED 150 551, 26p., PC-$3.32, MF-$.83)
No. 77: Nash-Webber, B. L. Inferences in an Approach to Discourse Anaphora, January 1978. (ERIC
Document Reproduction Service No. ED 150 552, 30p., PC-$3.32, MF-$.83)
No. 78: Gentner, D. On Relational Meaning: The Acquisition of Verb Meaning, December 1977. (ERIC
Document Reproduction Service No. ED 149 325, 46p., PC-$3.32, MF-$.83)
No. 79: Royer, J. M. Theories of Learning Transfer, January 1978. (ERIC Document Reproduction Service
No. ED 149 326, 55p., PC-$4.82, MF-$.83)
No. 80: Arter, J. A., & Jenkins, J. R. Differential Diagnosis-Prescriptive Teaching: A Critical Appraisal,
January 1978. (ERIC Document Reproduction Service No. ED 150 578, 104p., PC-$7.82, MF-$.83)
No. 81: Shoben, E. J. Choosing a Model of Sentence Picture Comparisons: A Reply to Catlin and Jones,
February 1978. (ERIC Document Reproduction Service No. ED 150 577, 30p., PC-$3.32, MF-$.83)
No. 82: Steffensen, M. S. Bereiter and Engelmann Reconsidered: The Evidence from Children Acquiring
Black English Vernacular, March 1978. (ERIC Document Reproduction Service No. ED 153 204, 31p.,
PC-$3.32, MF-$.83)
No. 83: Reynolds, R. E., Standiford, S. N., & Anderson, R. C. Distribution of Reading Time When Questions
are Asked about a Restricted Category of Text Information, April 1978. (ERIC Document Reproduc-
tion Service No. ED 153 206, 34p., PC-$3.32, MF-$.83)
No. 84: Baker, L. Processing Temporal Relationships in Simple Stories: Effects of Input Sequence, April
1978. (ERIC Document Reproduction Service No. ED 157 016, 54p., PC-$4.82, MF-$.83)
No. 85: Mason, J. M., Knisely, E., & Kendall, J. Effects of Polysemous Words on Sentence Comprehen-
sion, May 1978. (ERIC Document Reproduction Service No. ED 157 015, 34p., PC-$3.32, MF-$.83)
No. 86: Anderson, T. H., Wardrop, J. L., Hively W., Muller, K. E., Anderson, R. I., Hastings, C. N., &
Fredericksen, J. Development and Trial of a Model for Developing Domain Referenced Tests of
Reading Comprehension, May 1978. (ERIC Document Reproduction Service No. ED 157 036, 69p.,
PC-$4.82, MF-$.83)
No. 87: Andre, M. E. D. A., & Anderson, T. H. The Development and Evaluation of a Self-Questioning
Study Technique, June 1978. (ERIC Document Reproduction Service No. ED 157 037, 37p., PC-$3.32,
MF-$.83)
No. 88: Bruce, B. C., & Newman, D. Interacting Plans, June 1978. (ERIC Document Reproduction Service
No. ED 157 038, lOOp., PC-$6.32, MF-$.83)
No. 89: Bruce, B. C., Collins, A., Rubin, A. D., & Gentner, D. A Cognitive Science Approach to Writing, June
1978. (ERIC Document Reproduction Service No. ED 157 039, 57p., PC-$4.82, MF-$.83)
No. 90: Asher, S. R. Referential Communication, June 1978. (ERIC Document Reproduction Service No.
ED 159 597, 71p., PC-$4.82, MF-$.83)
No. 91: Royer, J. M., & Cunningham, D. J. On the Theory and Measurement of Reading Comprehension,
June 1978. (ERIC Document Reproduction Service No. ED 157 040, 63p., PC-$4.82, MF-$.83)
No. 92: Mason, J. M., Kendall, J. R. Facilitating Reading Comprehension Through Text Structure Manipu-
lation, June 1978. (ERIC Document Reproduction Service No. ED 157 041, 36p., PC-$3.32, MF-$.83)
No. 93: Ortony, A., Schallert, D. L., Reynolds, R. E., & Antos, S. J. Interpreting Metaphors and Idioms:
Some Effects of Context on Comprehension, July 1978. (ERIC Document Reproduction Service No.
ED 157 042, 41p., PC-$3.32, MF-$.83)
No. 94: Brown, A. L., Campione, J. C., & Barclay, C. R. Training Self-Checking Routines for Estimating
Test Readiness: Generalization from Ust Learning to Prose Recall, July 1978. (ERIC Document
Reproduction Service No. ED 158 226, 41p., PC-$3.32, MF-$.83)
No. 95: Reichman, R. Conversational Coherency, July 1978. (ERIC Document Reproduction Service No.
ED 159 658, 86p., PC-$6.32, MF-$.83)
No. 96: Wigfield, A., & Asher, S. R. Age Differences in Children's Referential Communication Perfor-
mance: An Investigation of Task Effects, July 1978. (ERIC Document Reproduction Service No.
ED 159 659, 31p., PC-$3.32, MF-$.83)
No. 97: Steffensen, M. S., Jogdeo, C., & Anderson, R. C. A Cross-Cultural Perspective on Reading
Comprehension, July 1978. (ERIC Document Reproduction Service No. ED 159 660, 41p., PC-$3.32,
MF-$.83)
No 98: Green, G. M. Discourse Functions of Inversion Construction, July 1978. (ERIC Document Repro-
duction Service No. ED 160 998, 42p., PC-$3.32, MF-$.83)
No. 99: Asher, S. R. Influence of Topic Interest on Black Children and White Children's Reading
Comprehension, July 1978. (ERIC Document Reproduction Service No. ED 159 661, 35p., PC-$3.32,
MF-$.83)
No. 100: Jenkins, J. R., Pany, D., & Schreck, J. Vocabulary and Reading Comprehension: Instructional
Effects, August 1978. (ERIC Document Reproduction Service No. ED 160 999, 50p., PC-$3.32, MF-
$.83)
No. 101: Shoben, E. J., Rips, L J., & Smith, E. E. Issues in Semantic Memory: A Response to Glass and
Holyoak, August 1978. (ERIC Document Reproduction Service No. ED 159 662, 85p., PC-$6.32, MF-
$.83)
No. 102: Baker, L, & Stein, N. L The Development of Prose Comprehension Skills, September 1978.
(ERIC Document Reproduction Service No. ED 159 663, 69p., PC-$4.82, MF-$.83)
No. 103: Fleisher, L. S., Jenkins, J. R., & Pany, D. Effects on Poor Readers' Comprehension of Training in
Rapid Decoding, September 1978. (ERIC Document Reproduction Service No. ED 159 664, 39p., PC-
$3.32, MF-$.83)
No. 104: Anderson, T. H. Study Skills and Learning Strategies, September 1978. (ERIC Document Repro-
duction Service No. ED 161 000, 41p., PC-$3.32, MF-$.83)
No. 105: Ortony, A. Beyond Literal Similarity, October 1978. (ERIC Document Reproduction Service No.
ED 166 635, 58p., PC-$4.82, MF-$.83)
No. 106: Durkin, D. What Classroom Observations Reveal about Reading Comprehension Instruction,
October 1978. (ERIC Document Reproduction Service No. ED 162 259, 94p., PC-$6.32, MF-$.83)
No. 107: Adams, M. J. Models of Word Recognition, October 1978. (ERIC Document Reproduction Ser-
vice No. ED 163 431, 93p., PC-$6.32, MF-$.83)
No. 108: Reder, L. M. Comprehension and Retention of Prose: A Uterature Review, November 1978.
(ERIC Document Reproduction Service No. ED 165 114, 116p., PC-$7.82, MF-$.83)
No. 109: Wardrop, J. L., Anderson, T. H., Hively, W., Anderson, R. I., Hastings, C. N., & Muller, K. E. A Frame-
work for Analyzing Reading Test Characteristics, December 1978. (ERIC Document Reproduction
Service No. ED 165 117, 65p., PC-$4.82, MF-$.83)
No. 110: Tirre, W C., Manelis, L., & Leicht, K. L The Effects of Imaginal and Verbal Strategies on Prose
Comprehension in Adults, December 1978. (ERIC Document Reproduction Service No. ED 165 116,
27p., PC-$3.32, MF-$.83)
No. 111: Spiro, R. J., & Tirre, W. C. Individual Differences in Schema Utilization During Discourse Pro-
cessing, January 1979. (ERIC Document Reproduction Service No. ED 166 651, 29p., PC-$3.32, MF-
$.83)
No. 112: Ortony, A. Some Psycholinguistic Aspects of Metaphor, January 1979. (ERIC Document Repro-
duction Service No. ED 165 115, 38p., PC-$3.32, MF-$.83)
No. 113: Antos, S. J. Processing Facilitation in a Lexical Decision Task, January 1979. (ERIC Document
Reproduction Service No. ED 165 129, 84p., PC-$6.32, MF-$.83)
No. 114: Gentner D. Semantic Integration at the Level of Verb Meaning, February 1979. (ERIC Docu-
ment Reproduction Service No. ED 165 130, 39p., PC-$3.32, MF-$.83)
No. 115: Gearhart, M., & Hall, W. S. Internal State Words: Cultural and Situational Variation in Vocabu-
lary Usage, February 1979. (ERIC Document Reproduction Service No. ED 165 131, 66p., PC-$4.82,
MF-$.83)
No. 116: Pearson, P. D., Hansen, J., & Gordon, C. The Effect of Background Knowledge on Young
Children's Comprehension of Explicit and Implicit Information, March 1979. (ERIC Document Repro-
duction Service No. ED 169 521, 26p., PC-$3.32, MF-$.83)
No. 117: Barnitz, J. G. Reading Comprehension of Pronoun-Referent Structures by Children in Grades
Two, Four, and Six, March 1979. (ERIC Document Reproduction Service No. ED 170 731, 51p., PC-
$4.82, MF-$.83)
No. 118: Nicholson, T., Pearson, P. D., & Dykstra, R. Effects of Embedded Anomalies and Oral Reading
Errors on Children's Understanding of Stories, March 1979. (ERIC Document Reproduction Service
No. ED 169 524. 43p., PC-$3.32, MF-$.83)
No. 119: Anderson, R. C., Pichert, J. W., & Shirey, L L. Effects of the Reader's Schema at Different Points
in Time, April 1979. (ERIC Document Reproduction Service No. ED 169 523, 36p., PC-$3.32, MF-$.83)
No. 120: Canney, G., & Winograd, P. Schemata for Reading and Reading Comprehension Performance,
April 1979. (ERIC Document Reproduction Service No. ED 169 520, 99p., PC-$6.32, MF-$.83)
No. 121: Hall, W. S., & Guthrie, L. F. On the Dialect Question and Reading, May 1979. (ERIC Document
Reproduction Service No. ED 169 522, 32p., PC-$3.32, MF-$.83)
No. 122: McClure, E., Mason, J., & Barnitz, J. Story Structure and Age Effects on Children's Ability to
Sequence Stories, May 1979. (ERIC Document Reproduction Service No. ED 170 732, 75p., PC-$4.82,
MF-$.83)
No. 123: Kleiman, G. M., Winograd, P. N., & Humphrey, M. M. Prosody and Children's Parsing of Sen-
tences, May 1979. (ERIC Document Reproduction Service No. ED 170 733, 28p., PC-$3.32, MF-$.83)
No. 124: Spiro, R. J. Etiology of Reading Comprehension Style, May 1979. (ERIC Document Reproduction
Service No. ED 170 734, 21p., PC-$1.82, MF-$.83)
No. 125: Hall, W. S., & Tirre, W. C. The Communicative Environment of Young Children: Social Class,
Ethnic, and Situational Differences, May 1979. (ERIC Document Reproduction Service No.
ED 170 788, 30p., PC-$3.32, MF-$.83)
No. 126: Mason, J., & McCormick, C. Testing the Development of Reading and Linguistic Awareness,
May 1979. (ERIC Document Reproduction Service No. ED 170 735, 50p., PC-$3.32, MF.$.83)
No. 127: Brown, A. L., & Campione, J. C. Permissible Inferences from the Outcome of Training Studies in
Cognitive Development Research, May 1979. (ERIC Document Reproduction Service No. ED 170 736,
34p., PC-$3.32, MF-$.83)
No. 128: Brown, A. L., & French, L. A. The Zone of Potential Development: Implications for Intelligence
Testing in the Year 2000, May 1979. (ERIC Document Reproduction Service No. ED 170 737, 46p.,
PC-$3.32, MF-$.83)
No. 129: Nezworski, T., Stein, N. L., & Trabasso, T. Story Structure Versus Content Effects on Children's
Recall and Evaluative Inferences, June 1979. (ERIC Document Reproduction Service No. ED 172 187,
49p., PC-$3.32, MF-$.83)
No. 130: Bruce, B. Analysis of Interacting Plans as a Guide to the Understanding of Story Structure,
June 1979. (ERIC Document Reproduction Service No. ED 174 951, 43p., PC-$3.32, MF-$.83)
No. 131: Pearson, P. D., Raphael, T., TePaske, N., & Hyser, C. The Function of Metaphor in Children's
Recall of Expository Passages, July 1979. (ERIC Document Reproduction Service No. ED 174 950,
41p., PC-$3.32, MF-$.83)
No. 132: Green, G. M. Organization, Goals, and Comprehensibility in Narratives: Newswriting, a Case
Study, July 1979. (ERIC Document Reproduction Service No. ED 174 949, 66p., PC-$4.82, MF-$.83)
No. 133: Kleiman, G. M. The Scope of Facilitation of Word Recognition from Single Word and Sentence
Frame Contexts, July 1979. (ERIC Document Reproduction Service No. ED 174 947, 61p., PC-$4.82,
MF-$.83)
No. 134: McConkie, G. W., Hogaboam, T. W., Wolverton, G. S., Zola, D., & Lucas, P. A. Toward the Use of
Eye Movements in the Study of Language Processing, August 1979. (ERIC Document Reproduction
Service No. ED 174 968, 48p., PC-$3.32, MF-$.83)
No. 135: Schwartz, R. M. Levels of Processing: The Strategic Demands of Reading Comprehension,
August 1979.
No. 136: Anderson, R. C., & Freebody, P. Vocabulary Knowledge, August 1979.
No. 137: Royer, J. M., Hastings, C. N., & Hook, C. A Sentence Verification Technique for Measuring Read-
ing Comprehension, August 1979. (ERIC Document Reproduction Service No. ED 176 234, 34p., PC-
$3.32, MF-$.83)
No. 138: Spiro, R. J. Prior Knowledge and Story Processing: Integration, Selection, and Variation,
August 1979. (ERIC Document Reproduction Service No. ED 176 235, 41p., PC-3.32, MF-$.83)
No. 139: Asher, S. R., & Wigfield, A. Influence of Comparison Training on Children's Referential Commun-
ication, August 1979.
No. 140: Alessi, S. M., Anderson, T. H., & Goetz, E. T. An Investigation of Lookbacks During Studying, Sep-
tember 1979.
No. 141: Cohen, P. R., & Perrault, C. R. Elements of a Plan-Based Theory of Speech Acts, September
1979.
No. 142: Grueneich, R., & Trabasso, T. The Story as Social Environment: Children's Comprehension and
Evaluation of Intentions and Consequences, September 1979.
No. 143: Hermon, G. On the Discourse Structure of Direct Quotation, September 1979.
No. 144: Goetz, E. T., Anderson, R. C., & Schallert, D. L The Representation of Sentences in Memory, Sep-
tember 1979.
No. 145: Baker, L Comprehension Monitoring: Identifying and Coping with Text Confusions, September
1979.
No. 146: Hall, W. S., & Nagy, W. E. Theoretical Issues in the Investigation of Words of Internal Report,
October 1979.
No. 147: Stein, N. L, & Goldman, S. Children's Knowledge about Social Situations: From Causes to
Consequences, October 1979.
No. 148: Hall, W. S., & Guthrie, L F. Cultural and Situational Variation in Language Function and Use:
Methods and Procedures for Research, October 1979.
No. 149: Pichert, J. W. Sensitivity to What is Important in Prose, November 1979.
No. 150: Dunn, B. R., Mathews, S. R., II, & Bieger, G. Individual Differences in the Recall of Lower-Level
Textual Information, December 1979.
No. 151: Gentner, D. Verb Semantic Structures in Memory for Sentences: Evidence for Componential
Representation, December 1979.
No. 152: Tierney, R. J., & Mosenthal, J. Discourse Comprehension and Production: Analyzing Text
Structure and Cohesion, January 1980.
No. 153: Winograd, P., & Johnston, P. Comprehension Monitoring and the Error Detection Paradigm,
January 1980.
No. 154: Ortony, A. Understanding Metaphors, January 1980.
No. 155: Anderson, T. H., & Armbruster, B. B. Studying, January 1980.
No. 156: Brown, A. L., & Campione, J. C. Inducing Flexible Thinking: The Problem of Access, January
1980.


